The first mode of reflective application of theories and instruments is not self-evident. Even though some of the first thirteen elements are easier to learn for the studentsii, it is not selfevident that they learn all elements or that they do not fall back to their more or less instru-mental approach to PA theories. In other words, how do students learn it? How well are PA programs designed to train and internalize it?
The second mode, reflexivity, is even less self-evident. Students find it difficult to acquire the reflexive elements and easily take things at face value. How do we learn to become reflexive and how do we learn to remain reflexive? This seems to involve continuous learning processes that students should be able and willing to realize and engage in during the program and after they have finished it.
All in all, certain elements in the two modes will be learned by students, while others will remain obscure. An MPA program should try to help students in learning all elements. Question then is of course, how MPA programs can help to develop this competence and attitude.
Teaching reflection
The central question of this paper is how the reflective practices discussed can be stimulated, Meer & Ringeling, 2010) . It consists of 10 modules (60 ECTS) in the first year and 5 modules (45 ECTS) and a thesis (15 ECTS) in the second year.
The program makes extensive use of the professional experience and environment of the stu-dents (Van der Meer & Ringeling, 2009 ) and utilizes a number of instruments and methods for reflection (see below).
To picture the way reflection is integrated in the program and gain insight in how this works, one of us held in-depth interviews with 16 of the 20 colleagues teaching in the programiii, asking them what they do in their courses with respect to reflection, which limitations they meet, which results they get, etc.
The results of the interviews can be summarized as follows:
• Almost all courses pay attention to 'really' understanding the theories presented (number 1 in table 1). A large part of the lecturing is, next to summaries of theories, devoted to elaborating and illustrating their rationale and use, and to some extent their presuppositions (table 1, nr. 14)
• Other aspects of reflectivity, except with respect to own functioning and learning reflectivity (table 1, nr. 2-11), are explicitly addressed in one or more modules.
• The remaining aspects of reflectivity (table 1, nr. 12 and 13) and the aspects of reflexivity (nr. 14 -30) are only addressed incidentally, apart from, to some extent, in the first (20, (22) (23) (24) (25) , and last two modules of the program.
• A diversity of working methods is used to discuss and practice the forms of reflection mentioned above (see table 2 ).
• There is no clear plan for (learning) reflection on the curriculum level, i.e. teaching staff tends to use foci and methods that seem to fit well in their own module, with little explicit co-ordination with what is done elsewhere in the curriculum.
• Assessment with respect to reflectivity (except nr. 12) takes place in open exam questions and paper assignments. Reflexivity is hardly assessed, although staff impressions of student abilities in this respect appear to play a role in the marking of final theses. 
Working methods

Limiting and complicating factors
Based on the interviews and our own experiences we see the following factors and mechanisms that counteract more balanced, more cumulative and more effective training in reflection. We hypothesize that some of all of these factors also play a role in similar programs elsewhere.
Firstly, almost all teaching staff said in the interview to experience little time to devote attention to reflection in their courses, especially with respect to reflexivity. The knowledge they are expected -or expect themselves -to deliver, tends to occupy almost all time available.
Sometimes some forms of reflectivity (especially with respect to understanding and applying theory) or reflexivity (presuppositions of theories) are seen to be useful in the framework of effective knowledge transfer. But in most modules teaching staff doesn't see room for other forms of reflection.
Reflexive questions that we can ask ourselves are: Why do we put this emphasis on knowledge transfer if we doubt whether students become reflexive enough to use the knowledge in sensible and thoughtful ways? Is knowledge transfer by definition concurring with time for reflectivity and reflexivity or are there strategies to combine them? Are there more effective ways of transferring knowledge than by lecturing so that we can use our faceto-face contacts with students in other ways?
The second factor we identified concerns expectations and attitudes of students which often appear to be quite instrumental. This may be related to preceding, more instrumental education and/or to the type of professional functions they occupy. Many students anticipate getting a more advanced toolbox and training to use the instruments in the toolbox in order to be able to function more effectively and on a higher level in their professional practice. They are, at least initially, looking for 'the right answers', straightforward do's and don't's. (Van der Meer, 2008) . It may be due to this instrumental nature of the students that the teaching staff is convinced that students do not engage in reflexivity on their own account. It may also be that due to this instrumental nature students do not understand what we mean, feel uncomfortable or are even reluctant to engage in reflexivity if we try to force them to do so during contact hours. Although this picture is somewhat too negative if we look at the whole group of students, it seems accurate for a considerable part of it.
Reflexive questions we should ask ourselves are: How is our management of expectations during intake and admission to the program and how can this be improved? How do we (theoretically) explain to the students what reflexivity is and why it is important? How do we make them feel comfortable with reflexivity? And when we create sufficient expectations in this respect, do we follow up these in recognizable ways afterwards? How well are the requirements with respect to critical attitude, reflexivity, translation competences etc. reinforced or contradicted by what we do and ask, especially in the first phase of the program? Do we offer enough unstructured or ambiguous cases and assignments that force students towards reflexivity? How explicitly, how clear and how effective is our feedback to the students if reflexivity requirements are not met?
A third problem is that the number of students in the group (45-70) makes it difficult to actively engage all of them in reflective and reflexive discussions, socratic questioning etc.
Teaching staff reports that always the same students are actively participating. Some qualifications may be made in this context. Certainly part of the students not speaking up in plenary sessions are still participating. Looking at their papers and at participation in smaller group sessions some of them are at least as reflexive as the verbal active students in the larger group. Moreover, in small group exercises in reflective/reflexive activity almost all students actively participate. Still, formulating own ideas and arguments helps in making these explicit and reflect on them. Questions are: How can we realize more participation in plenary discussions without dysfunctional repetition and without losing reflective/reflexive depth? Can we use more frequently small group work to enhance participation? How can we improve paper assignments and feed-back with respect to reflexivity?
Fourthly, related to the third problem, some students can be observed to be fond of debate, but at the same time to have difficulties with focusing on specific questions or using specific concepts or theories. Moreover normative and analytic elements in the debate are often confused or not well distinguished. Thus, debate as such may hamper the (type of) reflection intended.
Here skills of the teaching staff to structure and moderate a discussion in view of its intended focus seems to be vital.
Fifthly, there is a paradox with respect to professional experience students have. On the one hand, having relevant professional experience could facilitate reflection on e.g. theories or strategies, because the latter can be translated to or confronted with empirical phenomena. On the other hand, our experience is that many students have great difficulties in considering their own practice (and their own professional behavior), as well as the self-evidences embedded in these, with critical distance or from a specific perspective. In the first module of the program we do some 'unfreezing' with respect to fundamental concepts like 'government', 'societal issues', '(public) organization and management' and 'science'. But a critical question to address is how we help to realize such 'unfreezing' (deconstruction, creating distance) in the remainder of the program. Since many students write a final thesis on a topic directly related to their own professional practice, this is frequently a big problem in the final stage of the curriculum. How do we deal with this? And how do we facilitate that real-life experience helps reflectivity and reflexivity instead of hemming it?
Finally, the structure of the curriculum as we designed it, may limit the time and attention that can be given to (learning) reflection. As implicated by the first point mentioned above, most staff members give priority to delivery of content and see only limited possibilities to engage their students in reflection. To what extent is it a consequence of the structure of the curricu-lum, requirements and norms for exams, the time available per module, the amount of literature to be studied, et cetera? Or, alternatively, to what extent is it related to attitudes or competences of teaching staff?
Options for improvement
Since a majority of students is not used to reflection, and does not expect and/or is reluctant to be involved in forms of reflection identified in section 2 above, it is necessary to create conditions that will help them in learning and understand the importance of reflectivity and reflexivity, if the learning goals of the program are to be realized. In this section we discuss a number of such conditions we think relevant for optimal teaching and learning of reflectivity and reflexivity in post-experience MPA programs. These conditions overlap and may mutually reinforce each other.
Staff vision and commitment.
Teaching staff committed to give attention to certain modes/foci of reflection, having and applying ideas and skills to stimulate and support students to engage in it and including reflection aspects in their assessments and feedback, will help students to learn reflection. This may require less emphasis on delivery of content and more on learning to learn, elaborating materials and reflecting on it in different modes. To realize courses will have to reorganized partly, new didactical methods need to be introduced or tailored to reflection and teachers may need to learn and practice new modes of teaching and moderating.
Management of expectations.
Next to the commitment, skills and attitude of the teaching staff, the expectations and attitude of students themselves are an important condition. How can these be influenced? We think it important to communicate from the beginning the critical, researching and creative attitude that is required in public management and hence ex-pected from graduates of the academic program. Students should become aware and convinced of this. Box 1 describes how we presently try to contribute to this attitude.
In our program we start with a module called "Exploration", in which students are asked to formulate what they think and know about the role and task of government, the definition and solution of societal problems, the role and problems of organization and management and the role, status and function of (public administration) science. In the following moderated discussions they discover that
• it is not so simple to answer these simple questions;
• they give other answers than other students (or teachers);
• answers give rise to new questions that often are even harder to answer.
So they are forced to be critical on what seems to be self-evident. They get the feeling that an account, a theory, a set of concepts refers to one way of viewing 'reality' but that there are other perspectives too. Some students renamed the module "Confusion" since it generated more questions than answers. This is what we hoped it would do. By the end of the module students have to formulate their own personal agenda for the rest of their study. Just to make clear that they -and not the teaching staff -are the manager of the learning process. They have to be active, critical, guiding (which is not to say that teachers should not have these characteristics).
Box 1: management of expectation in the first module
Management of expectations does not only refer to the initial stage of the program. On the contrary, if the need for reflection and reflexivity is not made visible and felt again and again, the danger is that students regress to the expectation pattern they had when they entered the program. Of course, in these other modules not only ideas and experiences of students are used as starting points, but theories, methods, cases, guest lectures by practitioners, etc. But in the design of the modules the ongoing learning of reflection should be incorporated. This learning process may be reinforced by the nature and content of the feedback given on papers, presentations, discussions, etc. The following two conditions may help to realize a consistent ongoing management of expectations.
Less structured exercises and assignments. As said in section 2, reflection, and especially reflexivity are important for academic PA professionals because many phenomena and problems in their working field are multiple and ambiguous. This argument can be reversed. If reflexivity is to be learned and practiced, teaching needs to create situations (discussions, exercises, assignments) that can be considered from different perspectives and are ambiguous in nature. Therefore, at least part of the assignments need to be not well structured: students should have to 'invent' how they will tackle the assignment, 'translate' theoretical notions to (ambiguous) empirical data and be reflexive on what the results may 'mean'. This means that such assignments have no 'good' answers. They require reflectivity and reflexivity. Staff should, for these assignments, resist pressure of students to 'be clear about what should be done to get a high mark' and be prepared to discuss comments and marking afterwards. In marking, arguments should get more weight than conclusions, creative ideas more than reiterating standard concepts. Also parallel assessment by a colleague may be necessary to arrive at reliable marks. Finally extensive substantive feedback to the student is essential.
Effective use of face-to-face contacts. Learning reflectivity and reflexivity takes time and requires critical (reflexive) feedback. Therefore, it seems important to spend a considerable amount of the time in classes to it. This implies that mere lecturing should be reduced. Although lecturing remains, of course, important for explanation and also to show forms of reflection, part of knowledge transfer (basics of theories, information on cases, guidelines for the application of methods) should take place by means of reading (McKeachie & Svinicki,2006: 30-34 ), on-line lectures and the like. ICT and internet technology offer enormous new opportunities in this respect. The lecture time saved can be used for debate and exercises focusing on reflection and for giving peer and teacher feedback to that (McKeachie Especially when they have to present their analysis, conclusions and advice to practitioners involved (peer students or external actors) they may be forced to explain and discuss their choices and interpretations. Anticipating such dialogue may make them reflexive and responsible in advance (Weinstein, 2006) . The way assessment is organized and shaped should reinforce taking responsibility and being reflexive (Gibbs, 2006) . So if students only refer to what 'authorities' or 'experts' say and do not articulate and defend their own choice of questions, sources, arguments, analyses, conclusions and advice, they should not get high marks.
Organize teaching and learning reflection at the curriculum level. The review of our program at Erasmus University showed that almost all teachers do pay some attention to some form(s) of reflection, but not in a coordinated way. Since it is also clear that it is not possible (nor desirable) to devote attention to each form of reflection in all modules, it is important to develop some sort of scheme for the curriculum as a whole. Based on table 1 above, such a scheme could plan which mode(s) and which focus/foci of reflection are (at least) to be ad- 
A strategy for improvement
Now, the options discussed in section 4 may be sensible and attractive, but that does not imply that their implementation is easy or straightforward. To expect so, would in fact be quite unreflexive. As noted in the first point in section 4, teaching staff vision and commitment is of utmost importance for training in reflection to be successful, and, connected to that, the preparedness of staff to invest in developing necessary skills and competences. Therefore a strategy to involve teaching staff in the development of 'teaching reflexivity' is as important as the other ideas discussed in section 4. In the present section we outline the strategy that we apply and intend to apply in the Rotterdam program (presently we are about to start the fourth step). We think this approach may be useful for other similar programs as well.
Step 1: inventory of current practices and problems with respect to reflection. This is in fact what we reported on in section 3. This step gives an overview of the building blocks, commitments and competences that are already available. It also gives an image of the problems to be tackled. Moreover it tempts staff to think about reflection and to make explicit what they do, why, which problems and what limitations they experience, etc. Apart from information gathering, this may be a first step in building commitment. Both outcomes can be enhanced by also asking for suggestions to improve the reflection part of the program. In fact, a number of the ideas in section 4 emanated from such suggestions.
Step 2 In a staff session about our program we reported the results as described in section 3. This gave rise to a number of interesting and useful discussions, such as the following.
• There was a general feeling that more time and attention for reflection is very desirable, although some doubt whether that is really possible.
• The idea to think about more efficient ways to transfer knowledge, occupying less time during classes, was supported.
• The idea to make a plan for reflection on the curriculum level was supported.
• New ideas were generated, especially with respect to students visiting each other's organizations, solving each other's problems, etc.
• Staff picked up ideas from each other to create time and conditions for reflection
• Ways should be found to integrate reflection in assessment
In such a session commitment and thinking with respect to reflection may be further stimulated as well.
Step 3: develop a plan on the curriculum level focusing on answers to the following questions.
o How can teaching and learning reflection be integrated in the different modules o How can distribution of attention for different types of reflection over the modules be realized and accumulation in the program as a whole be shaped?
o How to assess different forms of reflection?
The framework of table 1 can be used as one of the tool to develop this plan.
Step 4: discuss this plan in a staff meeting. In this session the rationale behind the plan is presented and discussed. The discussion may lead to adaptations, since general support and commitment of the teaching staff is essential in this stage. They should not only agree, but also find it attractive to invest in their own contribution to the plan.
Step 5: offer training and stimulate inter-vision. Teaching staff have different experience and expertise in helping and stimulating students to engage in the different forms of reflection. Especially the reflectivity aspects 8-13 and the reflexivity aspects 20-30 (table 1) are not always included in academic teaching. Therefore some staff members may lack ideas and tools to do so. By inter-vision staff members can learn specific teaching forms and strategies from each other in this respect. Nowadays new staff members usually get courses in teaching. It seems useful to include teaching reflection in such training.
Step 6: regular joint evaluations and discussion about further improvement. Evaluation of the impact of the steps discussed above on the different forms and modes of reflection is useful to think of new options to improve teaching and learning reflection. By involving the teaching staff in this evaluation process they can contribute from their experiences and become involved in the development of further improvements, which may enhance the saliency of teaching reflection and their commitment to engage in it.
Conclusion
Reflection, both in the sense of reflectivity and of reflexivity, is essential in post-experience MPA programs since such programs aim to educate professionals able to deal with complex problems, uncertainty, ambiguity and a multiplicity of problem definitions and actor perspectives. Reflection should not only focus on theories and methods taught, but also on problems in the (own) field and practice of students, on what are to be considered solutions or sensible strategies and why, on professional functioning and on reflection itself.
This chapter identified a number of complicating factors, options to overcome them, and outlined a strategy to involve teaching staff in the process of making more reflection oriented programs and develop a viable practice of teaching reflectivity and reflexivity. In combination these elements may help to realize a setting in which students are learning to reflect in the different modes and with respect to the different foci discussed, and to develop an attitude in which reflectivity and reflexivity are key ingredients of their professional self-definition.
Discussion
The paper has addressed how teaching staff and the MPA program at curriculum level can be adjusted to promote reflection in the program. However, it is not completely clear what the reasons may be that students find it difficult to develop reflective skills. We have not gone into the psychology of the students, but teaching staff experiences a lack of willingness, lack of knowledge, and/or lack of understanding in students for developing reflective skills. Besides the way to communicate what we expect the students to achieve and provide the teaching material for appropriate learning, it may also be that it is necessary to demonstrate the practical usefulness and importance in order to develop this understanding, like we do in the first course (exploration) of the program. Extra research creating information on the reasons why students have problems learning reflective skills may be a useful addition and can strengthen the strategy set out in this paper.
